Camp Campus is a 1-week campus experience for juniors or seniors in high school or high school graduates who are diagnosed with high-functioning autism, Asperger syndrome, or a related social communication disorder and who plan to attend college. Participants experience campus life by partaking of campus services, living and dining on campus, managing finances while on campus, and participating in campus recreation. In addition, instructional sessions designed to improve executive functions, theory of mind, understanding of hidden curriculum, self-reflection, self-advocacy, social relationships, and social communication are held to empower the students to address their own challenges. Examples of successes are described on the basis of post-camp surveys completed by 34 parents and students over 6 of the 7 years the camp has been offered.
intact. In 2013, the American Psychiatric Association (2013) removed the formal diagnosis of Asperger disorder (and PDD-NOS) from the autism spectrum disorders subcategories in the fifth edition of the Diagnostic and . In the DSM-5, a diagnosis of autism spectrum disorder requires exhibition of three deficits in social communication and at least two symptoms in the category of restricted range of activities/repetitive behaviors. This definition does not ensure a provision of services for individuals with AS. However, in the DSM-5, a new category, called SCD, was added. This category allows for a diagnosis of disabilities in social communication without the presence of repetitive behavior. (See the criteria at www.autism-society.org.) This is a major change for individuals with AS because some may be given the diagnosis of autism spectrum disorder, whereas others may be diagnosed with a social (pragmatic) communication disorder. Individuals who have deficits in social communication, but whose symptoms do not otherwise meet criteria for autism spectrum disorder, will now be evaluated for an SCD (Autism Society, 2015) .
Regardless of the terminology, when Camp Campus began, students in our community who received the diagnosis of AS needed services to help them transition to postsecondary settings, and that need continues in 2015 and beyond. The demands of initiating and maintaining social relationships and securing and holding employment commensurate with their level of education can be a life-long struggle (Kaufman & Larson, 2005) for individuals on the autism spectrum and those with SCDs.
Related to the social challenges of individuals with AS and related disorders are underlying executive function issues (e.g., being able to plan, sequence, focus attention, initiate, organize, and inhibit impulsive and inappropriate responses), as well as regulation of cognition to plan, monitor, and evaluate (Westby, 2012) . As examples, executive dysfunction and poor regulation of cognition may make it challenging to maintain a topic in a conversation (due to difficulty maintaining a sense of order), or to organize written assignments, or to plan to complete assignments.
Also related to the social challenges of individuals with AS are differences in Theory of Mind (ToM). These include difficulties with the ability to attribute mental states, such as beliefs, desires, and knowledge, to oneself, which is called intrapersonal ToM (Westby, 2012) , and the ability to understand that others have thoughts, feelings, and intentions
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different from oneself, which is called interpersonal ToM (Baron-Cohen, 2000; Westby, 2012) . Baron-Cohen, Jolliffee, Mortimore, and Robertson (1997) found that, despite having above average intelligence, adults with AS were impaired on a subtle test of ToM. As examples, by failing to account for others' perspectives, persons with AS can misinterpret messages (Tager-Flusberg, 2000) or may talk at length about their topic of interest without regard to the social cues/social needs of their listening partners.
In addition to social communication, executive functioning, and ToM dysfunctions, students are expected to know and are assumed to know the routines, rules, and social expectations of college classes and college life, yet these rules and routines are never explicitly taught. These expectations are referred to as the "hidden curriculum" (Myles & Simpson, 2001; Myles, Trautman, & Schelvan, 2004; Paul & Sutherland, 2003; Myles, 2014) and are another source of challenge for this population of students.
THE NEED FOR SERVICES TO PREPARE FOR CAMPUS LIVING
Social communication, executive functioning, and ToM dysfunctions limit or put at risk the individual's independence upon graduation from high school; these are skills necessary for success in a college or work setting (Wolf, Brown, & Bork, 2009 ). Services and supports for individuals with AS and related conditions (e.g., other individuals with social communication challenges) who are transitioning to young adulthood are inconsistent, inadequate, or nonexistent (Burgess & Cimera, 2014; Shattuck et al., 2012; Taylor & Seltzer, 2011 . Services such those provided by speech-language pathologists can help ensure a successful transition to employment, postsecondary education or training, independent living, and community participation (Burgess & Cimera, 2014; McCarty, 2013) . The concern for unmet needs for this population of individuals as they transition to postsecondary settings is recognized not only in the United States, but also in the United Kingdom (Mitchell & Beresford, 2014) .
Individuals with AS also have a number of strengths, such as attention to detail, loyalty, honesty, thinking independently, and average or above average intelligence. A special area of interest can become a future area of employment or can become a major contribution to society (Attwood, 2003; Kaufman & Larson, 2005) , but many individuals require services to help them discover their full potential.
In 2009, the inequities of service delivery for young adults with AS in the authors' community prompted families to seek out options for meeting the needs of their children as they transitioned to independent living and postsecondary settings (such as academic, employment, and recreation). As part of a university community concerned with the needs of students with disabilities, we recognized the need. That prompted us to work with parents and multiple community agencies to create Camp Campus as an opportunity for juniors or seniors in high school or high school graduates who are diagnosed with high-functioning autism, AS, or a related SCD and who plan to attend college to experience independent living in a 1-week campus experience. In this week, students are taught strategies for accessing support services on a college campus and how to partake of campus services, living and dining on campus, managing finances while on campus, and participating in campus recreation. In addition, instructional sessions designed to improve executive functions, ToM, understanding of hidden curriculum, self-reflection, self-advocacy, social relationships, and social communication are held to empower the students to address their own challenges.
of Health and Family Services through a Medicaid Infrastructure Grant (CFDA 93.768) (2006-09) . This grant provided a foundation for formalizing our work, which we initiated in our university clinic with individuals identified (typically by public school speechlanguage pathologists) as evidencing socialcommunication challenges subsequent to a diagnosis of AS. The grant supported piloting the service delivery for this group of young adults. Other individuals in our community with similar profiles also had fallen between the cracks in terms of services, and positive outcomes for postsecondary success were questionable.
Under the Medicaid Infrastructure Grant, we developed a system for evaluating social communication abilities-The Functional Communication Profile: Behavior Rating Scale ; described subsequently). We also developed curricular resources for improving the social communication, executive function, and ToM abilities of the individuals. Students were seen either in small groups or one-on-one by graduate student clinicians in the university clinic under the supervision of certified speechlanguage pathologists. Clinical supervisors and graduate students collaborated with city and county agencies and appropriate school district personnel. Collaborations resulted in identification of skill sets necessary for success in life settings. These skill sets were incorporated into a toolbox with numerous activities to support development of the skills (Retherford & Sterling-Orth, 2009 ). These two components-The Functional Communication Profile: Behavior Rating Scale and the Toolbox-are still a vital part of the Camp Campus program.
Year 2
During the early years, we provided opportunities during the day for the participants to become familiar with campus resources and services, community transportation options, money management services, and technology to support time management for appointments, medications, and recreation so they could gain competencies within more independent settings. Over the course of the first year of implementation of the grant, it became apparent that some individuals would be better served through what was originally an optional support group format. This biweekly support group provided social settings to practice skills and to address situational challenges as they occurred. The optional community support group or social group format also provided respite for some families involved in the program and enabled families to see the potential for more independent futures for their adolescent and young adult children.
An important component of the service delivery model was the opportunity for selfreflection, which was initially accomplished at the end of each intervention session in a pen-and-paper format. Individuals responded to prompts that challenged them to reflect on the skills targeted during that session, as well as the opportunity to reflect on challenges encountered since the previous session. In many cases, these reflections dictated the next session's target skills. Over time, this component of service delivery was incorporated into an electronic portfolio. This format was more motivating to participants and provided an opportunity for participants to review reflections over time and to bookmark resources that may support maintenance of skills. It became apparent that self-advocacy skills needed to be an important component of future sessions.
PREPARATION YEAR FOR CAMP CAMPUS
Following the second year of this grant, it became clear that our adolescents needed more to prepare them for college and beyond. Participants had made gains in social skills and self-advocacy, but as we looked ahead at options for them, it was clear we needed to offer opportunities for greater independence and more "real world" experiences. We also knew that there were other students in the region and beyond who were interested in looking ahead to postsecondary education 366 TOPICS IN LANGUAGE DISORDERS/OCTOBER-DECEMBER 2015 and employment but were unable to join our weekly sessions. We wanted to offer participants an experience with greater opportunity to gain independence, and it became clear that the best environment upon which to increase success in postsecondary educational settings was right in front of our eyes and all around us-a university campus. The concept of a residential experience on a college campus emerged. We felt that a residential experience would do much to prepare students for postsecondary experiences, for both academics and employment. The seed for Camp Campus was planted.
It took nearly a year of planning to bring this residential program to fruition. The initial team included the graduate students currently assigned to provide services to local participants, the university clinical instructor, the grant writers, and the director of the campus Office for Services for Students with Disabilities. As the concept unfolded, we knew we needed other campus and community professionals to join our team. We identified campus offices essential to negotiating appropriate housing and meal plan options and insurance coverage. We also sought the involvement of a recreation therapist to help us plan community social activities. And we identified that money management would be an issue and consequently sought the support of a local credit union to provide financial management instruction for the spending money we were going to provide our campers. We reached out to the local municipal transportation system to provide experiences for our campers to navigate the community. We also recognized the need to address fitness and wellness concerns since many individuals with AS are challenged by physical activities and do not always make good food choices. Because an opportunity to find out more about the academic side of a postsecondary experience was paramount for preparing these campers for college, we began to explore how to match campers with faculty mentors.
Over the course of the preparation year, we met to plan the details of this campus experience. We met with the graduate student clinicians to help us develop the concept. We reviewed our social group curriculum and identified key skill sets to include or modify for this residential experience. We also recruited undergraduate students to participate in all of the same activities as the campers and to serve as role models, or mentors, for the campers. The Web site was developed, the brochures were designed, and the applications for campers as well as mentors were formatted. A media campaign was launched to inform the community and recruit the campers.
Personnel
As we worked to manage the logistics of a residential, on-campus experience for up to 12 adolescents and young adults with AS, we realized that one of our greatest resources was the graduate students who had been assigned to work with our local participants in the individual and small group sessions and the support/social group. These skilled clinicians were graduating in May and our first residential experience was scheduled for early June. These two experienced clinicians were invited to remain after graduation to be our first Camp Campus coordinators. They brought insights regarding the challenges and needs of the current participants and knowledge as well as skills and dispositions for extending the curriculum from an "outpatient" delivery model to our residential experience. We hired an experienced speech-language pathologist to serve as a camp director and a clinical supervisor for graduate students who had experience working with individuals with AS.
Time frame
We chose the dates for Camp Campus on the basis of the calendar for public schools in the area and the university calendar. The first week of summer session on campus was chosen so that food service options were available and the undergraduate students who served as mentors were more likely to be available than if we held it during the time between spring semester and summer session. We also anticipated that in subsequent years we would need to assign graduate student clinicians to Copyright © 2015 Wolters Kluwer Health, Inc. Unauthorized reproduction of this article is prohibited.
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the role of implementing the curriculum for the instructional sessions.
Housing and meals
Housing options were available to us on this campus of 11,000 students at the University of Wisconsin, Eau Claire. The geography dictated the selection of a dorm centrally located "down the hill" from food service options and "over the river" from the Center for Communication Disorders, where the instructional sessions would be held. Campers were required to share rooms and the challenges this posed were incorporated into the social skills curriculum. The meal plan selected for campers also provided a platform for discussing nutritional and "picky-eater" characteristics of some campers.
Wellness, fitness, and recreation
We recognized a need for campers to develop an awareness of wellness and fitness options while on campus, so we collaborated with a faculty member in the department of kinesiology to develop a fitness and wellness curriculum. This included technology for tracking fitness and wellness goals and progress that could be saved electronically and incorporated into the electronic portfolio campers created. The portfolios were to be used as a resource and reference after camp.
Recreational activities were planned throughout the week. A certified recreation therapist was contracted to plan and implement these activities. Some of these recreational activities were offered offcampus so campers had the opportunity to develop skills in navigating the communities surrounding campus by foot or by accessing public transportation.
Campers' financial management
Opportunities to develop financial competence were incorporated into the experience. Each camper was provided with a debit card for use during the week as well as a small amount of cash. Representatives from the credit union where debit cards were issued met with campers for two different sessions during the week to discuss ways to manage and track expenditures and to assist campers in developing a beginning level of financial literacy. An interesting highlight of this learning opportunity for campers was that some campers spent their entire debit card balance during the first full day of camp and others took the entire amount home with them.
CAMP CAMPUS LOGISTICS
Brochures were developed by campus marketing services for the purpose of recruiting students who might benefit from the camp experience. The brochures provided details for applying to Camp Campus and were added to the university Web site several months before the application due date. The brochures were updated annually. A current brochure can be found as Supplemental Digital Content 1 (http://links.lww.com/TLD/A45). Brochures also were sent to speech-language pathologists at regional high schools, medical facilities, and rehabilitation centers. Camper and mentor application forms were also posted on the university Web site (www.uwec.edu/ CSD/insights).
Faculty/real-world mentors
Since this experience for campers was not just a residential living experience with social skill development, campers were asked to identify potential college majors on their applications. Faculty members from each of the disciplines specified by campers were identified and asked to meet with campers to discuss the requirements for the major. In addition, professionals within the community who had majored in each discipline were invited to meet with campers to provide that real-world perspective on the discipline/ profession.
Over time, some campers identified majors that were not available on our campus or the appropriate real-world mentor could not be found in the community, so we had to look elsewhere for faculty or real-world mentors in those disciplines. The first discipline where we lacked expertise was paleontology. The
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clinical supervisor reached out to an individual at the Smithsonian Institute who agreed to meet with the camper via Skype. More recently, we have had campers who desired careers in forensic science, ichthyology, medical research, and piano performance. In each case, an expert at the top of their field was contacted and so far, each has been willing to meet with our campers via Skype.
Camp Campus mentors
We envisioned that mentors would play a critical role in our experience for campers. Initially, we sought undergraduate students similar in age and with similar academic ambitions as our campers to fill these roles, but we knew also that we needed individuals who would serve as role models, not as "caregivers" or problem solvers for our campers. Therefore, we sought students who could be brought on board quickly to understand the challenges campers faced and then help the campers find their own solutions to these challenges, consistent with our general goal to support self-determination. We originally thought that we would recruit only from our own undergraduate students majoring in communication sciences and disorders, but we quickly realized that there were several other disciplines on campus with students who would provide the kind of support we sought in our mentors. As we developed our application for mentors, we specified the characteristics we sought. Table 1 lists these characteristics.
Mentor application
These characteristics were incorporated into the mentor application. Applicants were asked to describe reasons for applying to be a mentor, including what they hoped to gain and what skills they would bring to the experience. Applicants also were asked to describe any previous experiences they had working as a mentor, camp counselor, or in any other supportive capacity. We initially sought double the number of mentors as campers so that as mentors changed shifts, our campers and mentors would remain one-on-one. Over time, we realized that the ratio was too high. With so many mentors, the mentors tended to socialize together instead of integrating into the camper numbers.
Once mentors were selected, they received a letter of acceptance that not only congratulated them but also encouraged them to participate at levels beyond the scheduled times to work as a mentor. Mentors also were encouraged to seek additional information from coursework or relevant research literature about AS to prepare them better for discussions during the orientation. In addition, the importance of attending the mentor orientation was stressed.
Mentor orientation
Mentor orientation occurred early on the same day that campers arrived. Mentors were required to attend a 3-hour orientation, which included an overview of the characteristics of individuals with AS and related conditions. Information obtained from camper applications was summarized during orientation. We stressed the perspective that mentors were providing support for campers as they faced challenges, and we provided opportunities for them to role-play selected scenarios to practice the difference between supporting a camper versus doing it for the camper. The orientation also addressed skills for handling camper noncompliance. In addition, we shared the concept of a camper portfolio, which would be developed by the campers during the week, along with the role mentors would play in supporting campers as they completed portions of the portfolio. Mentors were instructed to make entries into campers' portfolios with information about the skills addressed each day as well as to complete their own journals of observations, including observations about any individual camper's participation and mood during the day. Over time, a panel comprising Camp Campus alumni was added to the mentor orientation.
Lead mentors
During our first year of camp, we realized that each shift needed a mentor who oversaw the activities of the other mentors. Must be flexible and ready to make decisions on a short notice Must be willing and able to assume responsibility for the duties involved with mentoring, including the ability to be a role model for others, to attend required meetings and activities on time, and to be knowledgeable of the policies and procedures associated with Camp Campus Committed Must be willing to participate in all activities required and to encourage participation of the campers with whom you are working Must be willing to perform other duties as required Consequently, we invited experienced mentors to apply to serve as lead mentors the following year. Lead mentors assisted in numerous activities prior to camp, including preparing Welcome Packets sent to campers, planning activities for the mentor orientation, and planning the ice breaker for the first night of camp. Over the course of the week of camp, lead mentors also coordinated shift changes in which mentors presented summaries of successes and challenges campers experienced during that shift and information that needed to be communicated to the Camp Campus coordinators. Lead mentors also managed the schedule, ensuring that everyone was on time for each activity or event. Lead mentors also freed up other staff who needed to deal with daily logistics.
THE WEEK AT CAMP CAMPUS
Camp Campus began on a Sunday afternoon and ended on the Friday afternoon. Figure 1 is an example schedule of a week at camp. This section describes the daily schedules of a Camp Campus week.
1
Orientation
Parent orientation
Parents met for a welcome and orientation session separate from their campers. This session provided an overview of the organization of the week, including a discussion of the role of mentors and graduate student clinicians. The high-impact educational practices (Kuh, 2008; Kuh & O'Donnell, 2013 ) that were used during camp were summarized for parents as these practices have been shown to increase the success of students in postsecondary settings. These practices included the use of graphic organizers for organization, iPods for schedules and calendars, technology for creating portfolios, and whiteboards and notebooks during activities and in the dorm areas. Parents learned about how predictability would be built in for the campers, including the similarity of schedules each day and similarity of activities within similar time frames each day. Parents also learned how Camp Campus would encourage reflection to promote deeper learning by students. Reflection also would enable campers to share the camp experience with families in greater detail after Camp Campus.
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During this orientation and welcome session, the Director of the Campus Office for Services for Students with Disabilities provided an overview of the legal requirements for services in a postsecondary setting and the university responsibilities, as well as other participants' responsibilities, under a "service Copyright © 2015 Wolters Kluwer Health, Inc. Unauthorized reproduction of this article is prohibited.
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provision model" (see Table 2 ). During this session, targeted camp outcomes were shared with parents. These included life skills for greater independence, an opportunity to experience campus life, expectations of postsecondary education, improved social relationships, and the vision that development of these skills could carry their children into the rest of their lives.
Parents left the session with a handout delineating the service provision model for accessing accommodations in postsecondary settings, relevant resources, and information for contacting staff during the week. Over the years, parents accessed these phone numbers at dramatically different levels.
Camper orientation
Campers were asked to arrive at the dorm within a 1-hour window on a Sunday afternoon. Families were permitted to help campers take their belongings to their dorm rooms but were encouraged not to unpack for their camper. Families then left for their welcome and orientation session, and campers were encouraged to join the mentors in the lobby before walking across campus for their own orientation in the Center for Communication Disorders. During this 2-hour orientation session, an overview of Camp Campus was provided and the curriculum for social skill development was summarized. Campers were introduced to each other and ice breaking and trust-building activities were conducted, with mentors serving as role models. This orientation also included an overview of the portfolio campers would be creating and the use of reflection for a deeper understanding of experiences and sights.
Activities
Following the first dinner in campus food service, campers walked to a campus computer laboratory to begin building their electronic portfolios. This first session gave campers an overview of the portfolio they would be creating during the week. Following this session, campers walked back to their dorm rooms. Board and video games were available in the basement of the dorm for the next 2 hours. During that free time, campers were directed to take turns completing the first night's portfolio reflection in the dorm computer laboratory. This provided campers with the opportunity to practice skills learned immediately prior, during the portfolio overview session. The day ended with reflection and settling-in time. Quiet time was enforced from 9 to 11 on the first night. 
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The schedule for the week was repeated each day over the course of Monday through Thursday. Breakfast was "up the hill" in one of the food service facilities available during the summer. Following breakfast, campers completed morning reflections. Campers then made their way to the fitness center for discussion of fitness goals and activities. This daily component allowed campers to track fitness progress electronically and incorporate those data points into their portfolios. These sessions were particularly challenging for some campers, but the electronic tracking of goals added incentive for many.
Following fitness sessions, campers made their way back to the Center for Communication Disorders for the instructional sessions that are the heart of the Camp Campus curriculum (described later in this article). These sessions addressed social communication skills, ToM, executive functions, and the "hidden curriculum" students must know to be successful at college. The sessions empowered campers to generate their own goals and to identify strategies for accomplishing the goals over the course of the week.
To provide our campers with various options similar to open-meal plans, they ate lunch each day within a different campus café. Following lunch on Monday, campers had their first financial planning session with representatives from an area credit union. Initially, these representatives were challenged to provide the appropriate level of instruction for our campers in a way that kept the campers engaged, but with coaching, sessions became more engaging. This initial session was followed by a more in-depth presentation the next day. This session was followed by free time on Monday and Wednesday.
Dinner was served each night between 5 and 6 p.m. with cafeteria services used on Sunday, Monday, and Tuesday. Following dinner on Monday, campers had the option of using the campus bowling and recreation center where they needed to use camp-issued debit cards for activities. As a free alternative, they could return to the dorm for board and interactive video game activities between 6 and 8 p.m. Campers were prompted to complete evening reflections in the computer laboratory in the dorm. These reflections focused on thoughts about the instructional session attended earlier in the day and provided an opportunity to pose questions to ask faculty mentors on the following day. Opportunities to develop real-world skills was important; as such, options for use of laundry facilities were provided between 8 and 9 p.m. Quiet time and transition to bedtime followed.
Morning activities were the same for Monday through Thursday of the week. Following lunch on Tuesday and Wednesday, campers met with their faculty and real-world mentors. Faculty and real-world mentors were coached before the sessions. When possible, real-world mentors were interviewed in their employment settings during Camp Campus. For example, campers interested in graphic design traveled to the office of a graphic designer where the designer was interviewed. The graphic designer showed the campers some of her work at various stages of completion.
Late-afternoon activities also varied minimally throughout the week, with additional instructional time on Monday, discussions with their faculty/real-world mentors regarding disciplinary pursuits, as well as generation and discussion of important questions to ask during all sessions. More financial information and skill development were provided by credit union representatives on Tuesday afternoon. Wednesday afternoon provided a lateafternoon hour of free time before navigating off-campus for pizza and a movie. Free time for campers was earlier on Thursday to make way for a culminating social event, planned by the campers and the recreation therapist: typically, tie-dye T-shirts, cookout, and volleyball. The final portfolio session at the end of the week gave campers opportunities to upload/download photos from the week and gather other resources identified and contact information for new friends. The final reflection, whether written or videotaped, was submitted and goals were set for the rest of the summer and the next year, which for many Copyright © 2015 Wolters Kluwer Health, Inc. Unauthorized reproduction of this article is prohibited.
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campers included their first postsecondary experience. The final get ready for bed/unwind time closed the last night on campus.
The last morning unfolded in the same manner as previous days with anticipation of the significance of the culmination of this experience. Following breakfast, campers returned to the dorm to pack, cleaned their rooms, and checked out of the dorm. Campers also had one last opportunity to fine-tune their laundering skills.
Final celebration with families
As the week ended, families arrived on campus to pick up their campers, and opportunities were provided for the campers to share their electronic portfolios with their families, to review their accomplishments of the week, and to share their goals set for the time after camp. Most campers were very excited to share their experiences; some were less enthused. Following portfolio time, lunch was provided and campers and families discussed the week with streaming slideshows of Camp Campus photos. The conversations that occurred among campers and their families were heartwarming.
Following lunch, the Camp Campus coordinators reviewed the week and shared anecdotal stories and photos of events. Sample goals and reflections were included in this overview and key accomplishments were acknowledged. Following this, mentors presented each camper with an award based on something that occurred during the week. And each camper presented a colleague camper with an award based on challenges encountered. Figure 2 presents a few examples of awards and the trophy that were given.
INSTRUCTIONAL ELEMENTS OF CAMP CAMPUS
Several instructional elements were embedded throughout the week at Camp Campus. Table 3 lists the instructional elements addressed and examples of activities supporting the instructional elements. Although listed separately in Table 3 for purposes of explanation, these elements were integrated, as suggested by Westby (2012) , for maximum social interaction. Some of these elements were based on the original Toolbox developed under the Medicaid Infrastructure Grant (Retherford & Sterling-Orth, 2009 ), but many new elements have been added over the years. Several of these elementsthe Functional Communication Profile, the instructional sessions, the portfolios and goalsetting, reflections, and camper technologydeserve further description.
Functional Communication Profile: Behavior Rating Scale
Once a camper was accepted for camp, parents received and were asked to complete the Functional Communication Profile: Behavior Rating Scale and to identify key goals for their camper. The campers also completed this profile the first night of camp. Figure 3 shows a portion of the profile. The information from this profile informed the target objectives for instructional sessions and the preparation of key lessons in the curriculum.
TOPICS IN LANGUAGE DISORDERS/OCTOBER-DECEMBER 2015
Instructional sessions
Initially, the instructional portion of the Camp Campus curriculum had a purely social skills focus. As the camp model developed, the focus of sessions was based on the needs of individual campers following review of each individual's Functional Communication Profile . Therefore, each year, the focus of instruction changed on the basis of common needs identified. Instructional lessons were pulled from the Toolbox for social skill sessions. Over time, campers had greater input in the selection of skills and more elements were added to the Toolbox. As such, a more customized curriculum emerged that includes other instructional elements as listed in Table 3 . The sequence of development of skills varied from year to year, but the essential element was to provide an opportunity for development of critical skills in a context where application of learning is possible.
As shown in Table 3 , sessions might focus alternatively on ToM, perspective taking, and executive functions activities. Sessions with these areas of focus were based on the work of Hutchins and Prelock (2008); Westby (2012); Noel & Westby (2014) , and Winner (2000 Winner ( , 2007 . Campers also learned to apply newly acquired skills when planning outings and other events during the week.
Instructional sessions continued to address social skills, such as conversational skills or skills that start, build, and maintain friendships. Skills were taught explicitly using procedures and skill steps suggested by Attwood (2003) and Hoskins and Noel (2011) . They were practiced using role-playing, reflected upon individually, and then shared with the group. Guided practice of the targeted skill was provided and then individuals had an opportunity to practice skills in other environments, including targeted employment settings. Social stories (as suggested by Bailey-May, 2003; Bledsoe, Myles, & Simpson, 2003; Gray, 1998 Gray, , 2002 Gut & Safran, 2002; Hagiwara & Myles, 1999; Rogers & Myles, 2001 ) and social narratives (as suggested by Noel, in press; Noel & Westby, 2014) were used to help students identify problems in social situations, visualize the outcome, and then write a short story about the situation using perspective, a plan, and affirmations. Hutchins and Prelock (2008) recommend that such stories be integrated within a broader, comprehensive program that addresses social communication deficits, social interaction, and ToM activities. These stories were shared with the group. Examples are included in Figure 4 .
Instructional sessions also provided opportunities to learn about the "hidden curriculum" (Myles & Simpson, 2001; Paul & Sutherland, 2003; Myles, 2014; Myles et al., 2004) in a college setting. These are the rules and guidelines regarding social behavior that are not explicitly taught but to which adherence is expected. For example, campers were asked to review assigned readings in preparation for a simulation of a class discussion. As they prepared for that simulation, one camper reported that he had 13 questions Copyright © 2015 Wolters Kluwer Health, Inc. Unauthorized reproduction of this article is prohibited.
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Robert:
People approach others when they want to talk with them or join a conversaƟon.
You can approach others when you have a quesƟon.
You can approach others when you want to make a comment.
You can approach others when you want to join a conversaƟon.
SomeƟmes when people approach someone they get nervous or worried.
My mentors can help me figure out what topics to discuss when I want to approach someone.
My mentors can help me figure out appropriate Ɵmes to approach others.
One thing I might do is to think of a topic to discuss before I approach someone.
Most people say Hi, or join in a conversaƟon when they approach others. This is a good idea.
When I approach others I will say Hi and think of a topic to discuss with them.
Malcom:
Many individuals talk with their peers and discuss many topics they are interested in.
You can talk with your peers at school, camp, and other public places.
You can also talk with your peers on the phone or the internet.
SomeƟmes people get nervous when talking to peers and have a difficult Ɵme thinking of topics to discuss.
One thing I might try is to ask a peer what they are doing that day, or what they are interested in.
I will work on thinking of a topic to discuss with my peers before I approach them.
Individuals enjoy talking about interests and acƟviƟes they parƟcipate in. This is something great to remember. he wanted to ask. The discussion that followed demonstrated the negative impact of dominating a class discussion even if you have 13 questions you want answered. Strategies for obtaining answers to the questions other than asking them in class were identified.
Students identified strategies for achieving success in academic settings, highlighting differences between high school and college settings. The significance of these discussions within the instructional sessions was extremely important as the college classroom poses many challenges to success for our campers.
Each year, situations for development of additional skills presented themselves. For example, during year 4, a camper needed to be sent home. This female camper was not happy to be at camp and she became increasingly combative over the first 2 days of camp. On the evening of the second day, she verbally and physically threatened one of the other campers. In discussing the situation with her that evening, it was agreed that she could not be trusted to control her words or actions. The decision was that it would be in everyone's best interests for her to leave camp the next day. This situation provided an opportunity to discuss unanticipated consequences of words and actions with the remaining campers. One camper spontaneously summarized the event and the significance of the decision for her to leave by stating, "It is important for us to feel safe."
Campers met in small groups with others who had common target skills. Some campers required individualized skill instruction, and that instruction was also provided by graduate student clinicians. All small groups were camper led but facilitated by graduate student clinicians and supervised by the clinical instructor.
The instructional sessions were approximately 1.5-2.0 hours and consisted of 30 minutes of direct instruction. Target objectives were discussed and then situations where the skill might occur or be required were described for participants. Specific techniques for meeting objectives were discussed and demonstrated with opportunities for asking questions.
Approximately 45 minutes of each lesson were devoted to guided practice, where participants discussed knowledge of the target skills versus application of the target. Practice of the target skills occurred in pairs with graduate student clinicians and then other group participants. This portion of the lesson culminated with identification of additional social resources to improve success in multiple settings.
During the final minutes, participants engaged in reflection and evaluation of their successes and challenges during the session. Reflections were written in response to specific questions designed for the target skill.
A discussion of the reflections ended the session and group (or individual) decisions were made in terms of need for additional practice or identification of new targets to pursue. Figure 5 presents an example lesson plan of an instructional session. This lesson focuses on maintaining conversational interaction that is genuine and longer than one or two exchanges. This lesson might be part of a series of lessons that addresses skills such as taking turns, giving feedback, and recognizing and interpreting the feedback given by others in the conversation. For students who continue to show challenges in maintaining a topic in a conversation, foundation skills-such as cooperative principles, mutual focus, and perspective taking-could also be addressed in a group or individual session.
Portfolios and goal-setting
Activities emphasizing self-determination, such as goal-setting, making choices, thinking about careers, were embedded throughout the week, including during the instructional sessions. Self-determination is a combination of attitudes and abilities that leads individuals to set goals and take the initiative to reach these goals. Self-determination also means making choices, learning to solve problems effectively, and taking control and responsibility for one's life (PACER's National Parent Center on Transition and Employment, 2015). To take responsibility for one's life, an individual must be able to set goals, think about options, evaluate options, make choices, and then set out to achieve the goals. These skills are most effectively learned and developed by practicing them. Wehmeyer, Palmer, Lee, Williams-Diehm, and Shogren (2011) found that preparing students with disabilities to be involved in their future plans has a significant effect on self-determination and self-advocacy and leads to more positive outcomes as adults.
Utilizing the Functional Communication Profile ratings, thoughts on career choices, and fitness and wellness information, campers explored options for setting goals for themselves. The goal-setting focus of the sessions required campers to identify 1-3 goals for the week of camp.
Once goals were determined, campers identified strategies for accomplishing them over the course of the week. Campers left camp with goals set for the rest of the summer, as well as for the following year. Goalsetting was implemented with the use of an electronic portfolio. The electronic prompts in the portfolio nudged campers to identify Copyright © 2015 Wolters Kluwer Health, Inc. Unauthorized reproduction of this article is prohibited.
Objective: Maintain a topic appropriately in a conversation Materials: Whiteboard, marker, eraser Educational Link: Link this activity to appropriate participation in social groups and discussions in college classrooms.
Greet the Campers (5 min)
Review the previous session's skill and have campers reϐlect on how they managed the skill since the last session.
Explain the Purpose of This Lesson: To Practice Taking Turns (5 min)
• Explain that when you participate appropriately in a conversation, you are letting others know you are interested in them and others may feel more comfortable talking with you.
• Explain that taking a turn means taking YOUR turn when it is your turn to speak and it also means listening while giving others a turn if you have had your turn.
Set Up the Conversation for Role Playing (15 min)
Ask questions, such as the following, and encourage the campers to respond:
• "Did you know that people use signals to let others know they want to participate in the conversation?" • "How do you know when is your turn to speak in a discussion?" "What are the signals you might use to say you want to take a turn in a conversation?" Write these signals on the whiteboard.
• "How do you know when you are taking too much of a turn?" 
Role-Play and Guided Practice (45 min)
• Have the campers choose a conversational topic.
• Using the skill steps generated and the signals listed, have campers role-play taking turns in the conversation.
• Direct the campers to practice ϐirst with a mentor and then practice with another camper while mentors observe.
Feedback and Individual Reϐlections (20 min)
• Have mentors provide summary feedback at the end of the session as to what worked and what did not.
• Have campers reϐlect on how they did in the role-play, what his or her successes were and challenges observed.
• Have campers identify related foundational skills that could be worked on in future sessions and select skills to build them (e.g., vocabulary, mutual focus, perspective taking, turn taking, style changing, cooperative principles).
• Have campers write their reϐlections of the lesson by answering the questions on the related Reϐlections sheet.
• Have campers set a goal related to taking turns to achieve for the week. the goal, indicate the reason for identifying the goal, identify action steps for accomplishing the goal-specifying who could help the camper reach the goal-and then the portfolio gave multiple opportunities for reflecting on progress in meeting the goal. This concept of using an electronic portfolio supports universal design for learning principles so all students have opportunities for learning/growing/creating using multiple forms of media. Taylor and Colvin (2013) found that universal design was an effective tool for helping college students with AS engage on campus.
The concept of using a portfolio to document goals, challenges, and successes played an important role in the initial service delivery model. However, as planning for this intensive residential experience occurred, the portfolio took on new significance. The portfolio was expanded to provide campers with the opportunity to respond to specific reflection prompts, to capture links for suggested resources highlighted during the week, and to upload photos of the activities of the week. It also provided accountability to the families of our campers of the campers' and our work together.
Reflections
Reflecting on a social skill, reflection journals, and self-monitoring have been found effective in helping individuals generalize the use of social skills as well as deepen the understanding of the need for and use of a skill (Morrison & Blackburn, 2008) . During Camp Campus, reflections were written in response to specific questions designed for the target in each session. Reflections might identify strengths, describe proud moments, describe positive skill use, identify where there is room for improvement, note questions, and list the weekly goal. A discussion of the reflections ended the session and group (or individual) decisions were made in terms of need for additional practice or identification of a new target to pursue. Figure 6 is an example of one camper's first reflection.
Camper technology
The importance of the technology component of Camp cannot be minimized. It is age-appropriate to know how to use technology and to use it as a life skill for many purposes, but especially for organizing information one might need. If necessary, campers were taught to use calendar features, track their camp schedules, use alarm and timing features for such things as remembering to take medications, and to get up on time. Campers produced a final product that was a reflection of the skills and perspectives they gained as a result of camp. Orientation on how to capture the important artifacts during the week occurred on that first day of camp during the orientation session. Campers recognized the significance of this repository over the course of the week. Over time, the electronic reflections were supplemented with video reflections that also were uploaded to the portfolio that each camper took home.
Campers also learned to use technology to stay organized. Camper technology during Camp Campus has changed over the past 7 years. Capturing experiences and archiving them on a CD-ROM was the initial technology used; the CD-ROM since has been replaced by USB drives, Web links, iPads, iPods, and Smartphones. We encouraged campers to use the technology to plan, organize, and access the resources they uploaded at camp and to celebrate their accomplishments during Camp Campus. This is another example of integrating self-determination and universal design for learning.
LESSONS LEARNED OVER 7 YEARS
Follow-up
Each year staff members reflected on their own organizational skill sets. They also considered comments from campers and parents in evaluating the program and what could be improved. Debriefing sessions were held at the conclusion of the week. Several new thoughts/changes emerged every year. As Copyright © 2015 Wolters Kluwer Health, Inc. Unauthorized reproduction of this article is prohibited. Camp Campus moved forward, staff wanted to continue to:
r Get the word out early and often. r Continue to involve camper alums in later camps. r Encourage a second year for some campers. r Increase camper awareness of expectations they would face on campus. r Provide more concrete guidelines for parent involvement over the week. Parent and camper surveys were sent 1 week and 1 month following camp. Survey questions focused on functional skills targeted during the camp experience, seeking judgments about independent functioning in specific areas, as well as areas in which campers continued to feel they needed support and direction. In addition, feedback on the individuals who were most influential in contributing to the success of this experience was sought from the camper perspective as well as the parent perspective. Return rate for surveys over 6 of the 7 years of Camp was 65.4% (34/52). Camper responses were completed by campers or parents and were returned with all parent surveys. Analysis of survey results for the first 4 years yielded several important points summarized later.
Results of the parent surveys that were returned indicated that 100% of camper alumni whose parents responded completed at least one or more of the following daily tasks independently: cleaning, laundry, cooking, shopping for personal products, and grocery shopping. In contrast, 60% of surveys returned by camper alumni reported completing at least one of these daily tasks independently. Parent surveys indicated that 27% of camper alumni were managing their finances independently, 27% managed finances with assistance from parents, and 45% of parents managed the majority of finances. All of the campers responding (100%) reported that they either are independent in managing their finances or managed finances with some assistance from their parents. In terms of improvement of social skills, 100% of parents responding indicated that their camper had shown improvement in a number of social skills after the Camp Campus experience, whereas only 60% of campers reported that they had done so. Parents reported that the skills they felt were in need of improvement were making and keeping friendships and initiating conversation. Campers reported that the skills needing continued improvement were maintaining friendships and initiating new relationships.
TOPICS IN LANGUAGE DISORDERS/OCTOBER-DECEMBER 2015
According to parents who responded to the survey, 91% indicated that their campers were currently enrolled in a postsecondary education program or had graduated from one. In addition, 45% of parents indicated that campers were employed full-time since graduation or were working part-time while still in school. Campers who responded indicated that they were all (100%) enrolled in a university program and 66% held a part-time job either on or off campus. The majority of students (66%) also indicated they made their education choices with the help of an academic advisor at the institution where they were enrolled.
Parents and campers also were asked to indicate if the camper was involved in any extracurricular activities. All of the parents (100%) reported that their camper was involved in extra-curricular activities ranging from sports, clubs, or community programs. Only 30% of campers reported that they were participating in extra-curricular activities; however, several reported that they would like to participate in such activities if they had more time. Finally, when asked to identify the individual who was most influential in contributing to the success of this camp experience, 100% of campers reported that their roommate or another camper was the most influential person. Parents most frequently identified a mentor as the most influential person (36%), or another camper (36%), but also indicated that one of the professional staff members was the most influential person (27%). It is important to keep in mind that we received some survey responses from campers and their parents; however, some parents provided feedback without their camper doing so. Thus, there were inconsistencies in perceptions across parents and across campers as well as inconsistencies among campers and their parents.
Campers and their parents provided valuable comments in their survey responses or in final portfolio entries or in e-mail messages or letters sent to personnel after camp. These testimonials overwhelmingly highlighted the positive outcomes derived from this experience. One camper reported that "At first, Camp Campus seems like it would be an awkward, boring and depressing look at people's deficits in social skills. Actually, it's a helpful time of getting to know and learning from others who've been through your struggles, hearing the advice of people who've made significant progress in their weakest areas, having a positive and encouraging experience that will help prepare you for the rest of your life, and enjoying a variety of extremely fun activities!" Another wrote, "Camp Campus was the place that I probably needed to be the most this summer. It helped me be more open with people, and reignited in me the idea that people can be just as open and nice as I try to be. It helped me relax after a turbulent year of high school, and I got to make some new friends. Camp Campus was truly amazing!" And another camper wrote, "I wouldn't trade my experiences for the world. It really helped me prepare for college, I got new friends, and it was a very friendly environment."
A parent wrote, "Adam (a pseudonym, as are all first names used) is very shy, and quiet but I truly believe the camp taught him how to manage on his own in college. He was able to see others that share his unique learning style and give him confidence. His current anxiety issues cause him to lose weight, but he now recognizes the triggers and continues with counseling." Another parent wrote, "Attending Camp Campus made the transition to college much easier. It also gave him the opportunity to join in social situations with young adults with similar interests. As parents, we were grateful that Isaac could enjoy a camping experience in a safe and supportive environment. Many camping experiences are available in the community for most children and young adults, however, these types of experiences are limited for those with Aspergers, who require structure and support to achieve success." Figure 7 presents an unsolicited letter that was received from the parent of a camper before the survey was sent out.
PARTING WORDS
Would the successes of our campers have been possible without Camp Campus? Maybe. We did not use an experimental design with a control group in providing this intervention. We propose, however, that the process may well have taken longer or it may have taken even more assistance from family members to accomplish the learning that occurred in 1 week of Camp Campus. The bottom line still remains: Many Camp Campus alumni have been successful in college and beyond! Because of our ongoing contact with many families and camper alumni we know that one camper has been successfully employed since completion of his baccalaureate degree and just recently purchased his own home in the community where his parents live. Another camper has been accepted into a prestigious graduate school where he hopes to complete his master's and doctoral degrees. Other campers have transitioned from community colleges where they were living at home to university settings where they have lived in residence halls or apartments. Many have been successfully employed for extended periods of time. It would be interesting to survey Camp Campus participants 10 years from their Camp Campus experience to determine the long-term success of the program.
